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Abstract 
The influences of perceived parenting styles (Parental Authoritativeness and Parental 
Authoritarianism) anil teaching styles (Teacher Responsiveness and Teacher Control) 
on self-reports of frequency in engaging in School Misbehaviors and Academic Self-
Concept, in fifth grade and tenth grade Hong Kong students were investigated in a 
longitudinal study. Perceived influences of parenting and teaching styles on School 
Misbehavior varied across grades, while influences on Academic Self-Concept were 
consistent across grades. Across outcomes, teaching styles were found to exert stronger 
effects than parenting styles. Across perceived ratings of parents and teachers, styles 
emphasizing responsiveness predicted better school adjustments in secondary school, 
while styles emphasizing control predicted better school adjustments in primary school. 
Interactions between parenting styles and teaching styles were not significant in 
predicting either School Misbehavior or Academic Self-Concept. 
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Chapter 1: Introduction 
The significance of parenting styles on child and adolescent development of 
social behaviors and academic achievement is well documented in the literature (Chen, 
Liu, Li, Cen, Chen, & Wang，2000; Shek, 1997). Another factor that serves important 
functions for children in their school adjustments is teaching styles (Birch & Ladd, 
1997). This is particularly true in Chinese children's school adjustments, because of the 
Chinese Tradition of Confucianism that emphasizes both authority and academic 
achievement in the children (Lin & Fu，1990). Because of the great emphasis on school 
achievement in Hong Kong (Wentzel, 1997), the current study investigated the 
perceived parental influence and teacher influence on students' school adjustments. In 
addition, because some have argued that there is an interaction between parenting styles 
and teaching styles (Paulson et al., 1998), the interaction effects of parents and teachers 
were also studied. Furthermore, the influences of parenting styles and teaching styles 
were examined across childhood and adolescence. 
I will review the literature on parenting style and teaching style before 
discussing the interaction between the parenting style and teaching style. Lastly, the 
interaction between grade level and these styles will be discussed. 
Parenting Style 
According to Baumrind (1967, 1968), and Maccoby and Martin (1983)， 
authoritative parents are high in both warmth/responsiveness and control/restrictiveness, 
while authoritarian parents are high in control/restrictiveness but low in 
warmth/responsiveness. Research on parenting styles' effects on children's and 
adolescents' social and school adjustment has traditionally been based on two 
approaches. In the first approach, researchers define parenting styles based on the 
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dimensions of parental warmth/responsiveness and parental control/restrictiveness (e.g. 
Booth et al., 1994; Chen, Liu, & Li，2000; Dishion, 1990; Hart et al.，1992). In the 
second approach, researchers define parenting styles using the categories of 
authoritative and authoritarian (e.g. Chao, 2001; McBride-Chang & Chang, 1998; Yau 
& Smetana, 1996). 
The advantage of the first approach over the second one is that these parenting 
styles can be measured in a continuous format rather than using a categorical typology, 
which has an inherent disadvantage because the intercorrelations of different parent 
characteristics make it difficult to discern the mechanism that underlies differences 
among children or adolescents (Darling & Steinberg, 1993). However, the second 
approach also has an advantage over the first one. That is, its measurement includes 
more dimensions and thus offers a broader view of the styles. For example, according to 
Leung and Kwan (1998), authoritarian parenting is high on at least two dimensions, 
control and demandingness. In Lai, Zhang, and Wang's (2000) study, the factors that 
constitute authoritative parenting included encouragement of independence, expression 
of affect, and rational guidance. Therefore, directly measuring the styles of authoritarian 
and authoritative parenting is more comprehensive than just measuring the dimensions 
of control and warmth. In the'current study, I combined the advantages of the two 
approaches in measuring parenting styles by measuring the authoritative and 
authoritarian parenting styles in a continuous format. 
Parents high in authoritarianism attempt to control their children with absolute 
standards, and expect obedience, respect for authority, and preservation of order from 
children. Parents high in authoritativeness, in contrast, expect mature behavior from 
their children, set clear standards, enforce rules and standards firmly, use commands 
and sanctions only when necessary, encourage independence, individuality, and open 
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communication, and recognize the rights of children (Leung, Lau, & Lam，1998). 
Generally parents high in authoritativeness are more democratic and less concerned 
with strict adherence to the rules than with explaining the rules and helping their child 
understand the reasons behind them (Kaufmann et al.，2000). 
Authoritative parenting has, generally, been identified as a key determinant of 
children's and adolescents' psychosocial well being (Lambom et al., 1991; Slicker, 
1998). In contrast, authoritarian parenting has frequently been associated with more 
negative outcomes in children and adolescents (Kaufmann et al., 2000). In the following 
sections, I review the literature on effects of parenting on 1) misbehavior and 2) 
academic performance, both school related indices of adjustment in child development 
(Chen, Rubin, & Li, 1997). 
Effects of Parenting Style on Misbehavior 
Generally Western studies have found that the authoritative parenting style is 
associated with better behavioral and school adjustment. For example, Slicker's (1998) 
study found that those who rated their parents as authoritative experienced the most 
favorable behavioral adjustments. Compared to parents using other childrearing models, 
authoritative parents have children who score highest on measures of psychological and 
behavioral adjustment (Lambom et al., 1991; Mantzicopoulos & Oh-Hwang, 1998). 
They also tend to be more successful in protecting their adolescents from drug use and 
delinquent activities (Baumrind, 1991; Lambom et a l , 1991). In contrast, authoritarian 
parenting has been associated with an increase in acting-out behaviors (Forehand & 
Nousiainen, 1993), and negatively associated with teacher reports of child adjustment at 
school (Dombusch et a l , 1987; Shumow, Vandell, & Posner，1998). 
According to Bandura (1977), because prohibition and power assertion are likely 
to be related to anxiety, fear, and frustration in children, children of authoritarian 
Parenting and Teaching 4 
parents tend to be self-oriented and to have low self-esteem and negative attitudes 
towards the world (Lempers, Clark-Lempers, & Simons, 1989; Weiss et al., 1992). 
Authoritarian parenting might, therefore, contribute to the development of misbehaviors 
and adjustment problems (Eisenberg & Murphy, 1995; Lambom et al., 1991). 
Conversely, when parents are sensitive to the child's needs and abilities and parental 
expectations and requests are reasonable and appropriate for the child, children are 
likely to accept and follow parents' suggestions and advice (Bandura, 1977). In addition, 
authoritative parents' nurturant and rational behaviors might serve as a model for 
children. Therefore, authoritative parenting predicts children's prosocial and adaptive 
behavior in Western contexts. 
Effects of Parenting Style on Academic Performance 
Some research has also shown that children of authoritative parents have higher 
academic performances than do children of either authoritarian or permissive parents 
(e.g. Dombusch et al., 1987; Grolnick & Ryan，1989; Paulson, 1994). In Chen, Dong, 
and Zhou's (1997)，study, authoritative parenting style was positively related to 
children's academic achievement. Authoritative parents were effective in facilitating 
school involvement and academic performance (Steinberg et a l , 1991; Steinberg et al., 
1992). In contrast, authoritarian parenting was negatively associated with academic 
performance (Dombusch et a l , 1987; Shumow et a l , 1998). 
Chen, Dong, et al. (1997) argued that authoritative parenting based on warmth, 
induction, and encouragement of exploration may be associated with confidence and 
positive orientation towards the world which may lead to high academic motivation and 
achievement. However, since authoritarian parents provide little explanation, guidance, 
and emotional support in child rearing, their children may be less likely than others to 
develop intrinsic achievement motivation and more likely than others to experience 
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difficulties in academic performance. Although the sample in their study were Chinese 
children, the pattern of association is believed to be similar for Western and Chinese 
children (Chen, Dong, et al.，1997). 
Paradox in Chinese 
The above research shows consistently that authoritative parenting is associated 
with positive outcomes in child development, while authoritarian parenting is negatively 
associated with such outcomes. However, when applied to Chinese children, there may 
be some different patterns of family interaction and corresponding child behaviors, 
described by Chao and Sue (1996). In many studies, compared with American parents, 
Chinese parents were found to be higher in parental control and restrictiveness (e.g. 
Chiu, 1987; Ho, 1986; Kriger & Kroes, 1972; Lin & Fu，1990; Sollenberger, 1968), 
indicating that Chinese parents are more likely to engage in authoritarian parenting than 
are American parents. 
However, paradoxically, as a group, Chinese children are unusually high in 
academic achievement and school behaviors compared to their Western counterparts. 
For example, Chinese children outperform Western children in a number of areas 
including foreign languages, mathematics, and natural sciences (Chao & Sue, 1996). As 
summarized by Chen, Lee, and Stevenson (1996)，Chinese students have been among 
the top performers in cross-national comparisons. Those among them who attend school 
in other countries have been found to display an extraordinarily high level of academic 
achievement compared to other ethnic groups. They have also gained prominence in 
other types of international comparisons involving academic subjects. 
With respect to misbehavior, Chinese children have also reported a significantly 
lower level of different misbehaviors than their counterparts from the West (Feldman et 
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al., 1991). For example, Naroll (1983) ranked 42 countries according to the proportion 
of juvenile criminals among all criminals in each country, and Hong Kong ranked below 
all the Western nations in his sample. In general, the cross-cultural results available (e.g. 
Bond & Wang, 1983; Ekblad, 1986; Ekblad & Olweus, 1986; Ho, 1986) suggest that, 
compared to the West, Chinese children show a higher level of cooperativeness and a 
lower level of aggressiveness. 
The excellent performances of Chinese children who were more likely to have 
authoritarian parents have puzzled many researchers. In explaining the above paradox, 
Chao and Sue (1996) stated that the conceptualization of parenting in Chinese by 
Westerners was misleading. Because of cultural differences, the Western 
conceptualization of authoritarian parenting has ignored the purpose of control and 
tradition of filial piety in Chinese parenting. Because Chinese parents often exert 
control in conjunction with high involvement and support, their children may find these 
** 
controlling behaviors more acceptable. This control may be experienced as simply a 
clearer message of what is expected of them, not as something entirely negative, and, 
thus, be related to positive self-esteem, higher perceived parental warmth, and higher 
perceived family harmony (Leung & Fan, 1996). Therefore, the influence of 
authoritarian parenting in Chinese may be different from that in Western countries. 
In addition to the puzzle of authoritarian parenting's positive effect in Chinese, 
the effects of authoritative parenting in Chinese have been somewhat different from 
those in the West. While the positive influences of authoritative parenting seem to be 
universal, some researchers have demonstrated that authoritative parenting is least 
strongly associated with academic achievement of Asian- and African-American youths 
(Dombusch et al., 1987; Steinberg et al., 1991). Also, in reconceptualizing this style, 
Leung et al. (1998) showed no significant relationship between general authoritative 
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parenting style and academic performance. Chao (2001) explained that parents high in 
authoritativeness may be more effective simply because they foster close and mutually 
satisfying relationships with their children, which are not highly valued in Chinese 
families. Thus, this relationship may not be as positive for Chinese as for Americans. 
However, Chen, Dong et al. (1997) argued that it may be misleading to suggest 
that parental authoritarianism has positive effects on social adjustment and academic 
achievement in Chinese children. This is because the conceptualization of the Chinese 
authoritarian parenting just mentioned above is similar to the authoritative, rather than 
the authoritarian, approach. Therefore, "positive" control and “negative，，control should 
be distinguished. In Lin and Fu's (1990) study, Chinese parenting was categorized into 
four aspects. Two of them were related to parental control. The first one concerned the 
authority of parents that "parents are always right" (p.430). The second one described 
the emphasis of academic achievement, which is "a means to acquire personal 
advancement, higher social status, wealth.. .，，（p.430). In these understandings, the first 
one can be classified as "negative" control, because the demandingness and discipline 
aim at creating an unchallengeable status. It is primarily restrictive, dominating, and 
interfering in nature (Hau & Salili，1996). In contrast, the second one can be viewed as 
"positive" control, because the restrictive style aims at providing a better future for the 
children, which should be one of the characteristics of authoritative parents. 
Thus, "positive" control and "negative" control should be distinguished. As 
discussed before, parts of the concept of authoritative parenting, aspects of "positive" 
control, were integrated in authoritarian parenting. These parts, called d-xiang 
(kindhearted) and yan-gQ (strict) in Mandarin are greatly emphasized as ideal parents' 
characteristics (Chen, Dong, et al., 1997). After incorporating this component into the 
conception of authoritative parenting, Chen, Dong, et al. (1997) have shown beneficial 
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effects of authoritative parenting on academic achievement and fewer misbehaviors. It 
is, thus, still believed that the authoritative parenting style's positive effects exist in the 
Chinese population' Therefore, it was hypothesized that there is a positive association 
between authoritative parenting and academic self-concept and a negative association 
between authoritative parenting and engagement in misbehavior in the present study. 
When using "negative" control in conceptualizing authoritarian parenting, Chen, 
Dong et al (1997) have found a positive relationship between authoritarian parenting 
and misbehaviors, and a negative association between authoritarian parenting and 
academic achievement, in Chinese children. In another study of effects of authoritarian 
and authoritative parenting in Hong Kong Chinese adolescents (Lai & McBride-Chang, 
2001), suicide ideation was found to be significantly associated with perceived 
authoritarian parenting. Therefore, in adopting the concept of "negative" control as 
implicit in a definition of authoritarian parenting, I hypothesized that authoritarian 
parenting has a positive relationship with the engagement in misbehavior, and a 
negative relationship with academic self-concept in the current study. 
Throughout childhood and adolescence, fathers spend significantly less time 
than do mothers in routine caregiving and interaction with children (Parke & Buriel， 
1998; Russell & Russell, 19<S7). Therefore, conflicts between parents and children 
primarily occur with mothers (Yau & Smetana，1996). Since the notion of Chinese 
parenting style encompasses a high degree of mother-child interaction (Chao, 1996)， 
only maternal influences were assessed as an indicator of parental influence in the 
present study. 
Although the present research was intended to assess parenting style, only 
students' ratings of their parents were used to assess the style. This was because 
children and their parents differ in their perception of parenting styles (McBride-Chang 
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& Chang, 1998), and both children's and adolescents' self-reports provide an important 
understanding of the meaning attributed to parenting, as well as a more powerful 
method of explaining or predicting their outcomes than do parents' perspectives (Chao, 
2001; Leung & Kwan, 1998). 
Summary on Parenting Style 
Although the respective beneficial and harmful effects of authoritative and 
authoritarian parenting on children's behavioral and academic outcomes have been 
confirmed in many research studies in Western countries, researchers have argued that 
these effects may differ greatly when applied to the Chinese. In particular, Chinese 
often seem to demonstrate different associations of parenting styles, especially 
authoritarian parenting, with school achievement. However, because conceptualizations 
of authoritarian and authoritative parenting styles are often measured differently across 
studies, it is difficult to draw a conclusion regarding the styles. 
With a clearly harsh aspect of control implicit in a measure of authoritarian 
parenting, I hypothesized that Parental Authoritarianism would be positively associated 
with School Misbehavior and negatively associated with Academic Self-Concept of 
students. In contrast, Parental Authoritativeness was hypothesized to relate positively to 
Academic Self-Concept and negatively to School Misbehavior of the students. 
In addition to parental influences, because of the great emphasis on education in 
Hong Kong, identification of teacher influences that correspond to the development of 
students' behavioral and academic adjustment may provide valuable information for the 
improvement of classroom practice and the development of positive motivational 
orientations toward school (Wentzel, 1997). Teachers are perhaps the strongest of such 
teacher influences. Therefore, the literature on teaching styles is reviewed in the 
following sections. 
Parenting and Teaching 10 
Teaching Style 
In contrast to the conceptualization of parenting styles, which can either be 
classified into different categories, such as authoritative and authoritarian, or be 
reflected by a variety of characteristics, such as warmth and restrictiveness, the 
conceptualization of teaching styles is based on the characteristics of the teacher only. 
For example, Fry (1983) used positive affect and negative affect to measure teaching 
styles. In Fry's conceptualization, teachers who are high in positive affect show support 
or positive regard for students, such as smiling and praise. In contrast, teachers who are 
high in negative affect express anger, criticism, or other negative evaluations toward 
students. 
More recently, teacher behaviors have been identified based on the dimensions 
of warmth and control. In Voelkl's (1995) study, teachers high in warmth were defined 
as caring for the student as a person of worth, understanding the student, and having a 
personal relationship with the student. Noddings (1992) suggested that caring teachers 
model caring behavior to their students, engage students in dialogues that lead to mutual 
understanding and perspective taking, and expect and encourage students to do their 
best given their abilities. Wentzel (1997) also described warm teachers as demonstrating 
democratic interaction styles, developing expectations for student behavior in light of 
individual differences, modeling a caring attitude toward their own work, and providing 
constructive feedback. In contrast, teachers high in control are less involved with their 
students and give less autonomy to their students (Skinner & Belmont, 1993). They 
pressure students, spend less time with them, and control their behaviors in school. 
In capturing teachers' characteristics at school, Paulson, Marchant, and 
Rothlisberg (1994; 1998) measured teaching style based on the dimensions of 
Parenting and Teaching 11 
responsiveness and control, which are parallel to teacher warmth and teacher control 
mentioned above. In their conceptualization, teachers high in responsiveness are willing 
to interact with, give care to, and support the students. They also respect the students as 
having the right to be autonomous. In contrast, teachers high in control have higher 
levels of restrictiveness and expectations for the students, have more conflicts with 
students, are more demanding, and are less accepting of the students. 
As such, Teacher Responsiveness and Control are similar to Parental 
Authoritativeness and Authoritarianism, because both Teacher Responsiveness and 
Parental Authoritativeness are regarded as having positive influences on students' 
adjustments, while the other two are regarded as having negative influences. However, 
they are different in terms of the dimensions. As mentioned in the section "Parenting 
Style" previously, although Parental Authoritativeness and Authoritarianism are often 
conceptualized by parental warmth and parental restrictiveness, Parental 
Authoritativeness and Authoritarianism are broader and more informative in 
understanding parenting styles. As mentioned earlier, they not only include warmth and 
restrictiveness, but also encouragement of independence, expression of affect, rational 
guidance, and demandingness (Lai et al., 2000; Leung & Kwan, 1998). Teacher 
Responsiveness and Teacher Control, in contrast, are analogous to parental warmth and 
parental restrictiveness, respectively. However, since there is no clear classification into 
different categorical typologies in the literature of teaching style, Teacher 
Responsiveness and Control were used to reflect teaching style in the current study. 
Research concerning the effects of the teaching style on students' misbehavior and 
academic performance are reviewed in the following sections. 
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Effects of Teaching Style on Misbehavior 
In general, research supports the idea that teacher responsiveness is negatively 
associated with misbehavior. Several researchers have suggested that a close and 
accepting relationship with a teacher may exert an ameliorative influence on the 
development of children at risk for behavioral problems (Connell & Wellborn, 1991; 
Greene, 1995; Howes, Hamilton, & Matheson, 1994; Howes, Matheson, & Hamilton, 
1994; Ryan, Stiller, & Lynch, 1994). Also, in a longitudinal study, Hughes, Cavell, and 
Jackson (1999) showed that positive teacher-student relationships were followed by less 
childhood aggression in the following year. Conversely, teacher-student relationships 
with high levels of conflict and controlling interactions and low levels of responsiveness 
and acceptance may increase a child's risk for school maladjustment (Pianta, Steinberg, 
& Rollins, 1995). 
Wentzel (1991，1993, 1997) explained that perceived caring from teachers 
predicted motivational outcomes of the students, including behaving in prosocial and 
socially responsible ways. These motivations, in turn, relate positively to social 
competence. In addition, Chan (2000) claimed that teacher responsiveness and control 
could, respectively, enhance and depress self-esteem. Self-esteem, in turn, was found to 
be associated with better adjustment and fewer misbehaviors (Ogier & Hornby, 1996; 
Waschull & Kemis，1996). More directly, providing opportunities for autonomous 
decision making and democratic interaction styles should foster the development of 
positive beliefs about personal autonomy and competence (Ryan & Powelson, 1991). 
Nurturance and approval should also promote the development of positive feelings of 
self-worth (Covington, 1992). In conclusion, teacher responsiveness predicts prosocial 
and adaptive behaviors, while teacher control predicts misbehaviors. 
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Effects of Teaching Style on Academic Performance 
Similar effects of teaching style on academic performance have been observed. 
Robinson, Wilson, and Robinson (1981) showed that students who rated teachers as 
providing higher levels of responsiveness and empathy achieved significantly greater 
gains on achievement tests than did those who perceived teachers as having lower levels 
of responsiveness and empathy. Voelkl (1995) showed that teacher responsiveness was 
associated both directly and indirectly, through enhancing participation in school, with 
higher academic achievement. Also, teaching behaviors that are warm and autonomy 
supportive have been found to be related positively to student motivation and feelings of 
academic competence (Bliimenfeld et al., 1982; Ryan & Grolnick, 1986; Ryan et al., 
1994). 
In contrast, Teacher Control was found to associate negatively with academic 
performance. For example, Cooper and Good (1983) showed that classrooms with high 
rates of criticism by the teacher were associated with lower students' efficacy beliefs. At 
the same time, academic Self-Concept is believed to be an index of academic 
performance because Parsons, Kaczala, and Meece (1982), and Leung and Lau (1989) 
have found that school grades correlated significantly with self-report measures of 
academic Self-Concept. Therefore, these results also suggest specific associations 
between teaching style and students' academic performance. 
Researchers explained that since involvement in school, academic achievement 
motivation, and academic self-esteem are strongly associated with academic 
performance, by promoting these aspects, teacher responsiveness is associated 
positively with students' academic achievement (e.g. Chan, 2000; Skinner, Wellborn, & 
Connell, 1990; Wentzel, 1997). Conversely, teacher control may lead to insecure 
relationships with students, who will have more learning problems (Howes, Hamilton, 
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et al., 1994; Howes, Matheson, et a l , 1994). Therefore, teacher control is negatively 
associated with academic achievement. 
Teaching Style in Chinese 
Typically, the teaching style in many Asian countries is characterized as 
authoritarian (Biggs, 1996)，which is low in teacher responsiveness and high in control. 
Particularly in Hong Kong, the competitive educational system places great emphasis on 
academic achievement (Salili, 1997). Teachers are primarily trained to provide clear 
expectations about how the students should achieve, and how to transfer knowledge to 
them effectively, whereas involvement and support of autonomy are discretionary. Yet, 
as reviewed in the section of "Paradox in Chinese" previously, Chinese students are 
found to have higher academic achievement and less misbehavior relative to Western 
students. In other words, although teaching styles in Hong Kong may be relatively high 
in control and low in responsiveness, paradoxically, Chinese students excel in this 
teaching environment. 
Two possibilities may explain this phenomenon. First, the teaching style in 
Chinese may actually not be as high in control and low in responsiveness as thought by 
Westerners. Second, the effects of teacher responsiveness and control found in the West 
may not be the same as that applying to Chinese. Both of these possibilities require 
empirical research to verify. Thus far, little systematic research linking teacher behavior 
to student achievement has been done in Hong Kong. Therefore, the present study 
investigated perceived teaching styles and their effects on school performance of 
students in Hong Kong. Several hypotheses are offered. First, Teacher Responsiveness 
was hypothesized to be positively associated with Academic Self-Concept and 
negatively associated with School Misbehavior. Second, it was hypothesized that 
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Teacher Control is negatively related to Academic Self-Concept, and positively 
associated with School Misbehavior. 
Teaching style was measured based on students' perceptions only in this study 
because Wilkerson et al. (2000) have shown that student ratings of teachers are the best 
predictors of student achievement when the focus is student performance. Also, 
teachers' perceptions of themselves are relatively unreliable (Blote, 1995), Therefore, 
teachers' ratings were not included in assessing teaching style. 
Summary on Teaching Style 
While the positive and negative effects of Teacher Responsiveness and Teacher 
Control on students' academic performance and misbehavior are well-documented in 
the West, research relating teaching style and students' academic and behavioral 
outcomes in Hong Kong is comparatively lacking. Even the patterns of teaching styles 
are unclear. To fill this gap, the current study attempted to investigate the associations 
among Teacher Responsiveness and Teacher Control, and students' Academic Self-
Concept and School Misbehavior in Hong Kong. It was hypothesized that Teacher 
Responsiveness would be associated positively with school adjustment, and Teacher 
Control was hypothesized to relate negatively to school adjustment. 
Interaction Effects of Parenting and Teaching Styles 
In the above sections, parental influences and teacher influences on students' 
Academic Performance and School Misbehavior were reviewed separately. However, as 
Paulson et al. (1998) stated, "Although Microsystem models.. .are important to establish 
the relations of any given environment with children's achievement, Mesosystem 
models are needed to study interactions among children's multiple environments" (p.6). 
Therefore, they used cluster analysis to classify fifth- and sixth-grade students into four 
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groups according to the perceived parenting styles and teaching styles of their parents 
and teachers respectively. Results showed that congmency between parenting style and 
teaching style was associated with school grades and perceptions of competence. More 
specifically, students with congruent "good" styles (i.e., parents high in 
authoritativeness and teachers high in responsiveness) had higher achievement 
outcomes, as compared with those with congruent "bad" styles (i.e., parents high in 
authoritarianism and teachers high in control). Interestingly, they also found that 
students with incongruent styles (e.g., parents high in authoritativeness and teachers 
high in control) had moderately positive achievement outcomes. They, therefore, 
suggested a compensatory relation between the parental and teacher effects. Potentially 
negative effects of one environment may be compensated for by positive effects within 
another environment. 
Consistent with this notion, results of the Hughes et al. (1999) study also 
suggested that a positive teacher-student relationship exerts an ameliorative influence on 
subsequent aggression. Similarly, Brody et al.'s (2002) study showed that classroom 
processes can serve a protective-stabilizing function when parenting processes are 
compromised, and vice versa. Therefore, the interaction effects between parenting style 
and teaching style on students' Academic Performance and School Misbehavior were 
examined in the current study. 
More specifically, it was hypothesized that students having positively congruent 
parenting and teaching styles (mothers high in Authoritativeness and teachers high in 
Responsiveness) would have higher Academic Self-Concept and lesser involvement of 
School Misbehaviors than students having incongruent styles (i.e. mothers high in 
Authoritativeness and teachers high in Control, or mothers high in Authoritarianism and 
teachers high in Responsiveness), while students with incongruent styles were 
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hypothesized to have higher Academic Self-Concept and lesser engagement in School 
Misbehaviors than those with negatively congruent styles (i.e. mothers high in 
Authoritarianism and teachers high in Control). 
However, as noted in the next section, the effects of parenting and teaching 
styles may differ depending upon the ages of the students. 
Parental Influences and Teacher Influences on Children and Adolescence 
The effects of parenting style continue into adolescence (Leung & Kwan，1998; 
Slicker, 1998). However, other developmental factors become influential as children 
progress through adolescence (Bemdt, 1979). For example, children may increasingly 
develop social support networks outside of the family and effective skills to cope with 
their social and emotional stress (Chen, Liu, & Li, 2000). Therefore, parental influences 
on children's adjustment may decline in late adolescence. Therefore, it was 
hypothesized that parenting style would have a stronger association with academic self-
concept and misbehavior during childhood than during adolescence. To test this 
hypothesis, two groups of students, primary five (grade five) and secondary four (grade 
ten) students, representing children and adolescents, were included. 
During the transition from childhood to adolescence, students gradually spend 
more time in school, interacting with teachers. Teacher influences on students may be 
stronger during adolescence than during childhood. In reviewing the literature on 
teacher behavior and student achievement, Blote (1995) found that the relations in low 
grades were weaker than those in higher grades. Also, in primary school, teachers were 
found to be secondary sources of aid and advice relative to parents and peers (Furman & 
Buhrmester, 1992). However, during adolescence, declines in the quality of teacher-
student relationships correspond to declines in academic achievement (Feldlaufer, 
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Midgley，& Ecdes，1988; Midgley, Feldlaufer, & Ecdes, 1989). Therefore, it was 
hypothesized that teaching style would have stronger associations with academic self-
concept and misbehavior in students of grade ten than those of grade five. 
To achieve more powerful testing of all the above hypotheses, a longitudinal 
study were carried out, because longitudinal data allow us to examine both concurrent 
and predictive relations between parenting and teaching styles, school adjustment, and 
academic self-concept (Chen, Rubin, et a l , 1997; Skinner & Belmont, 1993). Also, in 
the absence of longitudinal data, one cannot conclude that parenting style causes or even 
precedes the outcome variables assessed (Kaufmann et al., 2000). A similar argument 
applies to teaching style. 
Summary 
To review, I hypothesized the following: First, Parental Authoritativeness was 
hypothesized to associate negatively with School Misbehavior and positively with 
Academic Self-Concept. Second, Parental Authoritarianism was hypothesized to 
associate positively with School Misbehavior and negatively with Academic Self-
Concept. Third, Teacher Responsiveness was hypothesized to associate negatively with 
School Misbehavior and positively with Academic Self-Concept. Fourth, Teacher 
Control was hypothesized to associate positively with School Misbehavior and 
negatively with Academic Self-Concept. Fifth, it was hypothesized that there would be 
interaction effects between parenting and teaching styles on academic self-concept and 
school misbehavior. Finally, it was hypothesized that parental influences would be 
stronger for students of grade five than students of grade ten. In contrast, teachers' 
influence was hypothesized to be stronger for students' school adjustments in grade ten 
than in grade five. 
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Apart from parent and teacher effects, I also tested for several sex and age 
differences in school adjustments. Research studies have shown that males tend to 
engage in more delinquent and aggressive behaviors than females (e.g. Lau & Leung, 
1992; Liu et al., 2001, for adolescence; Weine, Phillips, & Thomas，1995, for children). 
This difference may be attributable to the fact that males are more likely to act out 
behaviorally (Ostrov, Offer, & Howard, 1989). In addition, Leung (1999) has found a 
consistent gender difference in perceived academic performance and competence across 
time. Specifically, males reported a higher academic performance and competence than 
did females in her study. She explained that this is because males tend to be more 
optimistic than females in their self-report measures. Therefore, it was hypothesized that 
males would engage in more School Misbehavior than would females, and males would 
report a higher Academic Self-Concept than females. Regarding age difference, 
although Weine et al. (1995) did not find any consistent age effect on behavior, Liu et al. 
(2001) showed that behavioral problems tended to increase with age. This may because 
of the difficulties encountered during the transition from childhood to adolescence 
(Simmons, Rosenberg, & Roseberg, 1973). In addition, due to school change, students 
may perceive themselves as less competent because of the increased workloads and 
difficulty level of syllabus contents, thus resulting in lower academic abilities and 
academic self-efficacy (Eccles，Midgley, Wigfield, Buchanan, Reuman, Flanagan, & 
Mac Iver, 1993; Wigfield, Eccles, Mac Iver, Reuman, & Midgley，1991). Therefore, the 
age effect on School Misbehavior and Academic Self-Concept was also examined in the 
current study. Specifically, it was hypothesized that grade ten students would have 
lower Academic Self-Concept and engage in more School Misbehavior than grade five 
students. 
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Chapter 2: Method 
Participants 
Nine hundred forty seven tenth grade students from six secondary schools and 
862 fifth grade students from seven primary schools, with 882 male and 917 female 
(with 10 whose sex was not reported), were recruited in Time 1. Their ages ranged from 
9 to 15 (Mean and SD showed in Table 1). In Time 2，one of the seven primary schools 
dropped out from the study due to governmental use during Time 2 data collection, 
leading to a loss of 101 participants. Together with other sources of loss, such as 
suspension of study and change of school, there were 290 participants who dropped out 
from the study. Overall, there were 1519 students who participated at both Time 1 and 
Time 2 (788 and 731 from secondary and primary schools respectively; 728 male and 
785 female; 6 of unknown sex). 
Table 1 Means and Standard Deviations of Age, Parenting Styles, Teaching Styles, 
School Misbehavior and Academic Self-concept. 
V . , , Total Mean Male Mean Female S4 Mean P5 Mean 
(SD) (SD) Mean (SD) (SD) (SD) 
‘ Age 13.33 (2.52) 13.08 (2.55) 13.56 (2.48) 15.64 (.69) 10.89(1.00) 
PAN 3.26 (.62) 3.34 (.60) 3.18 (.64) 3.12 (.62) 3.41 (.59) 
一 PAE 3.55 (.74) 3.55 (.74) 3.55 (.74) 3.36 (.70) 3.76 (.73) ~ 
一 TR 3.38 (.65) 3.36 (.68) 3.41 (.62) 3.25 (.61) 3.53 (.66) 
一 TC 3.00 (.71) 3.07 (.72) 2.94 (.68) 2.90 (.68) 3.10 (.72) 
一T1 SMB 3.58 (.45) 3.55 (.45) 3.61 (.44) 3.47 (.45) 3.70 (.43) 
~ ~ T 1 ASC 2.82 (.80) 2.90 (.83) 2.75 (.77) 2.59 (.75) 3.09 (.77) 
"T2SMB 3.62 (.32) 3.58 (.34) 3.65 (.27) 3.52 (.34) 3.74 (.24) 
T2ASC 2.78 (.82) 2.88 (.84) 2.70 (.80) 2.56 (.78) 3.06 (.80) 
Remarks: T1 - Time 1; T2 - Time 2; S4 - Tenth Grade; P5 - Fifth Grade; PAE - Parental 
Authoritativeness; PAN - Parental Authoritarianism; TR - Teacher Responsiveness; TC - Teacher 
Control; SMB - School Misbehavior; ASC - Academic Self-Concept. 
Measures 
Parenting Style 
The questionnaire used to assess parenting styles of the participants' mothers 
was extracted from the questionnaire developed by Dombusch et al. (1987), which 
included items measuring authoritarian, authoritative, and permissive parenting styles. 
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Only those items measuring authoritarian and authoritative parenting, with one item 
deleted from the authoritative parenting measurement due to inappropriateness when 
applied to Hong Kong students, were used in the current study. After a reliability 
analysis was performed, one more item was deleted from the authoritative parenting 
measurement due to its inconsistency with the other items in both Time 1 and Time 2. 
Therefore, there were seven and eight items measuring Parental Authoritativeness and 
Authoritarianism, respectively. Responses to each of the items were made on a 5-point 
Likert scale ranging from strongly disagree (1) to strongly agree (5). Scores of items 
measuring the same styles were averaged to form a composite score representing the 
styles. The higher the mean scores, the higher the level of the corresponding styles. 
Reliabilities of the two styles were moderately high in both T1 (a = .73 and .54 
respectively) and T2 (a = .75 and .61 respectively). The English written questionnaire 
was translated to Chinese before distribution with some subject wordings changed in the 
way corresponding to the questionnaire fillers (Appendix A). Translation was done 
separately by two postgraduate students in the Department of Psychology at CUHK. 
Discrepancies, if any, were corrected through discussion between two translators. 
Teaching Style 
A questionnaire adopted from previous studies of American students (Paulson et 
al., 1994; 1998) was used in assessing teaching styles of the participants' teachers. To 
increase the reliability and content validity of the scale measuring Teacher Control, two 
parallel items were added. They were "Teacher is demanding" and "Teacher gives me 
lots of pressure". After a reliability analysis was performed, one original item in 
Paulson et al.'s measurement of Teacher Control was deleted due to its inconsistency, 
resulting in nine and seven items measuring Teacher Responsiveness and Control, 
respectively. The same scaling method as for measuring parenting styles was used. The 
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higher the mean scores, the higher the levels of the corresponding styles. The 
Cronbach's alpha coefficients of Teacher Responsiveness and Control were .78 and .70, 
respectively in Time 1，and .85 and .67, respectively in Time 2，demonstrating good 
reliability. The English written questionnaire was translated to Chinese before 
distribution to participants (Appendix B). Translation was done separately by two 
postgraduate students in the Department of Psychology at CUHK. Discrepancies, if any, 
were corrected through discussion between two translators. 
School Misbehavior 
The scale developed by Kaplan and Robbins (1983)，with several items added by 
Leung and Lau (1989), was used to assess School Misbehavior. The scale contained 15 
general misbehaviors, which might occur either inside or outside the school. However, 
since in the current research only misbehaviors in school were investigated, the 
wordings of the items were changed so that all of the behaviors listed were restricted to 
the school. One item was deleted because the specific behavior did not occur in school, 
resulting in 14 items. A 4-point Likert scale was adopted ranging from never (1) to 
always (4). Reliabilities of this scale were very high in both Time 1 (.90) and Time 2 
(.82). Since the scale was unidimensional (Leung & Lau，1989), the higher the mean 
scores, the less frequently the student was involved in School Misbehavior. The Chinese 
version of the questionnaire from Leung and Lau's (1989) study was used (Appendix C). 
Academic Self-Concept 
To measure the Academic Self-Concept, Bachman's (1970) items for measuring 
Academic Self-Concept were adopted. The questionnaire consists of eight items, each 
measured on a 5-point Likert scale from strongly disagree (1) to strongly agree (5). The 
Cronbach's alpha coefficients of the scale were .84 and .87 in Times 1 and 2， 
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respectively. The higher the mean scores, the higher the Academic Self-Concept. A 
Chinese version of the questionnaire was adopted (Appendix D). 
Procedures 
Study participation invitation letters (Appendix E) were sent to principals of 
secondary and primary schools located in different areas in Hong Kong during February 
and March in 2002. Parent consent letters (Appendix F) were sent to students' parents, 
by way of their schools, after six secondary schools and seven primary schools agreed 
to participate. Students, whose parents permitted their participation, also signed their 
consent forms (Appendix G) before filling in the questionnaire during class periods in 
April and May 2002 (Time 1). The order of scales follows the described sequence in the 
previous section. All the letters mentioned clearly the objective and longitudinal nature 
of the current study, process of the survey, and, finally, their right to withdraw 
participation at anytime. In February 2003 (Time 2)，students were required to fill in the 
same questionnaire on School Misbehavior and Academic Self-Concept during a single 
class period. Before filling in the questionnaire in Time 2, they also needed to sign the 
consent forms again. All students and their parents contacted in the 13 schools agreed to 
participate in the current study. 
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Chapter 3: Results 
Time 1 Analysis 
Means & Correlation 
Table 1 shows the means and standard deviations of the parenting styles, 
teaching styles, and school adjustments (School Misbehavior and Academic Self-
Concept). Parental Authoritativeness was significantly higher than Parental 
Authoritarianism across both grades (tm6�=9.10 for secondary school & 1(860)= 11.63 for 
primary school) and both sexes (!(881尸7.54 for male & 玄(9i5�=13,03 for female) at .001 
significant level. Teacher Responsiveness was also significantly higher than Teacher 
Control across both grades (t(94^= 10.87 for secondary school & t(86n= 11-46 for primary 
school) and both sexes Q圓=7.97 for male & t(9i6尸 14.41 for female) at .001 significant 
level. Therefore, parents and teachers in Hong Kong were generally perceived as 
engaging in effective styles, rather than engaging in a relatively authoritarian-like style. 
As shown in Table 2 (upper triangular matrix), correlations among all the 
measured variables were significant at .001 level, except that between Parental 
Authoritativeness and Teacher Control. However, the absolute values of these 
correlations were not large, ranging from .09 to .38. As expected, Parental 
Authoritativeness was positively correlated with Parental Authoritarianism because they 
both consist of parental warmth and control. Teacher Responsiveness was found to be 
negatively correlated with teacher control, showing that teachers high in 
Responsiveness tended to be low in Control, and vice versa. Finally, School 
Misbehavior correlated positively with Academic Self-Concept, indicating that less 
School Misbehavior is associated with higher Academic Self-Concept. 
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Table 2 Correlation between Parenting Styles, Teaching Styles, School Misbehavior and 
Academic Self-Concept. 
— PAE PAN TR TC T1 SMB T1 ASC 
i I2 M ^ Al ^ 
PAN .23 1 .15 .17 .10 .17 
TR .39 .15 1 -.18 .16 .26 
TC '.03 .17 -.18 1 .09 .12 
T1 SMB .19 .12 .14 .12 1 .17 
T1 ASC ^ .\5 ,21 L 
T2 SMB Yl 'M A7 ^ 
T2 ASC .\9 .13 .24 .U .\6 ^ 
Remarks: Coefficients in the upper triangular matrix were calculated from T1 sample, coefficients in the 
lower triangular matrix were calculated from matched sample; T1 - Time 1; T2 - Time 2; PAE - Parental 
Authoritativeness; PAN - Parental Authoritarianism; TR - Teacher Responsiveness; TC - Teacher 
Control; SMB - School Misbehavior; ASC — Academic Self-Concept; ®A11 coefficients significant at .001 
level, except that between PAE and TC. 
Hierarchical Regression Analysis 
School Misbehavior was regressed on the four styles, controlling for effects of 
Grade and Sex. To test the stated hypotheses, interaction terms were generated and 
entered to the last block. Specifically, there were 3 steps in entering the variables: 1) 
Grade and Sex were entered in the first block; 2) four styles were entered in the second 
. block; 3) eight interaction terms (four between parenting styles and teaching styles: 
Parental Authoritativeness and Teacher Control, Parental Authoritativeness and Teacher 
Control, Parental Authoritarianism and Teacher Responsiveness, Parental 
Authoritarianism and Teacher Control; four between Grade and the four styles) were 
entered in the last block. 
Grade and Sex significantly explained 8% of the variance of School 
Misbehavior (£(2,1773尸74.80， <^.001). Specifically, secondary school students engaged 
in more School Misbehavior than primary school students did. Males were also found to 
report more School Misbehavior than did females. After controlling for Grade and Sex, 
parenting styles and teaching styles together contributed to a significant 2% increment 
of variance to School Misbehavior (AF(4j7^= 11.52, ^<.001). Entering the interaction 
terms, a further significant, though small, 1% increment was obtained (AF(8,i76n=3.26, 
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£<.001). Altogether, the current model predicted 11.4% of total variance of School 
Misbehavior (E(i4,i76n=16.24，2<.001). 
Among the interaction terms, only the interaction between Grade and Parental 
Authoritarianism (t=2.93), and between Grade and Teacher Responsiveness (t=-3.46) 
9k 
were significant in predicting School Misbehavior at the .01 level. Further analysis 
(Table 3) revealed that high Parental Authoritarianism predicted less School 
Misbehavior only in primary schools, but not in secondary schools. In contrast, high 
Teacher Responsiveness predicted less School Misbehavior only in secondary schools, 
but not in primary schools. Table 3 also shows that across grades, high Parental 
Authoritativeness and Teacher Control both predicted less School Misbehavior. 
Interestingly, the effect of Sex on School Misbehavior varied across grades. As shown 
in Table 3, males only reported engaging in more School Misbehavior than females in 
secondary school. 
Table 3 Regression of Time 1 School Misbehavior on Sex, Parenting, and Teaching 
Styles across Grade. 
Grade Predictors St. Beta t Sig. 
Primary Sex .04 1.24 .22 
PAE .07 1.99 .05 
PAN .08 2.18 .03 
TR .02 .39 .69 
TC m ^ m 
Secondary Sex I s 4 5 3 ^ 
PAE .08 2.45 .02 
PAN -.03 -.89 .38 
TR .16 4.85 .00 
TC m ^ m 
Remarks: PAE - Parental Authoritativeness; PAN - Parental Authoritarianism; TR - Teacher 
Responsiveness; TC - Teacher Control. 
The same analytic method was used to predict Academic Self-Concept. Grade 
and Sex again accounted for 10% of the variance in Academic Self-Concept 
(£(2,1773)=! 00-68,2<.001). Parenting styles and teaching styles then contributed a 
significant 7% increment in variance explained for Academic Self-Concept 
(A£(4,i769尸37.21, g<.001), after controlling for the effects of Grade and Sex. However, 
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there was no significant interaction effect between parenting styles and teaching styles 
or between Grade and the four styles (A£(8,i76i尸 1.39，2�.05). Grade, Sex, parenting 
styles, and teaching styles altogether explained 17.2% variance of Academic Self-
Concept (F(6.1769)=6 1.11，£<.001). 
Table 4 shows that primary school students and males reported higher Academic 
Self-Concepts than secondary school students and females did, respectively. Moreover, 
high Parental Authoritativeness, Teacher Responsiveness and Control predicted higher 
Academic Self-Concept across both grades. In contrast, Parental Authoritarianism 
exerted no effect on Academic Self-Concept. 
Table 4 Regression of Time 1 Academic Self-Concept on Grade, Sex, Parenting and 
Teaching Styles. 
Predictors St. Beta t Sig. 
Grade .21 8.94 .00 
Sex -.07 -2.97 .00 
PAE .13 5.40 .00 
PAN .04 1.54 .12 
‘ TR .18 7.48 .00 
TC j j ^ m 
Remarks: PAE - Parental Authoritativeness; PAN 一 Parental Authoritarianism; TR - Teacher 
‘ Responsiveness; TC - Teacher Control. 
Across Time Analysis 
Correlations 
Correlation coefficients of Parental Authoritativeness, Parental Authoritarianism, 
Teacher Responsiveness, Teacher Control, School Misbehavior, and Academic Self-
Concept were compared between the Time 1 sample and the sample across both Time 1 
and Time 2 (Upper and lower triangular matrices in Table 2, respectively). The patterns 
were highly similar in both samples. Table 1 also indicates the correlations among Time 
1 variables and Time 2 School Misbehavior and Academic Self-Concept. Correlations 
among Time 1 parenting, Time 1 teaching styles, and Time 1 School Misbehavior and 
Time 1 Academic Self-Concept were very similar to those of Time 1 parenting, Time 1 
teaching styles, and Time 2 School Misbehavior and Time 2 Academic Self-Concept. 
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However, almost all correlation coefficients between Time 1 variables and Time 2 
variables were smaller than those between Time 1 variables. For example, the 
correlation coefficient between Time 1 Teacher Control and Time 2 School 
Misbehavior (.09) was smaller than that between Time 1 Teacher Control and Time 1 
School Misbehavior (.12). A non-negligible exception was the correlation between 
Teacher Responsiveness and School Misbehavior. The positive relationship between 
Time 1 Teacher Responsiveness and Time 2 School Misbehavior was relatively stronger 
than that between Time 1 Teacher Responsiveness and Time 1 School Misbehavior. 
Furthermore, the correlation between Time 1 and Time 2 School Misbehavior was quite 
high, reflecting the consistency of perceived deviant behavior. There was even stronger 
consistency in Academic Self-Concept. 
Direct Effect Analysis 
As in the Time 1 Analysis, three steps were performed in the regression of Time 
( 
2 School Misbehavior on Time 1 variables. All the variables in each step were exactly 
the same as those in the Time 1 Analysis, except that Time 1 School Misbehavior was 
included in the first block. This was to investigate the extent to which Time 1 parenting 
and teaching styles influence Time 2 School Misbehavior controlling for the 
autoregressive effects of Time 1 School Misbehavior. 
In the first step, Grade, Sex, and Time 1 School Misbehavior significantly 
predicted 30% of the variance in Time 2 School Misbehavior (£(3.1503尸212.01，£<.001). 
Entering Time 1 parenting and teaching styles predicted a unique 2% variance in Time 2 
School Misbehavior (AE(4,i499)=8.62，p<.001). Including the Time 1 interaction terms 
between parenting styles and teaching styles and between Grade and the four styles 
further contributed to a significant increment of 1% of variance in School Misbehavior 
(A£_i尸2.13’g<.05). 
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Results indicated that only the interaction between Grade and Teacher 
Responsiveness significantly predicted Time 2 School Misbehavior (t二-3.216，^<.001). 
Further analysis (Table 5) revealed that again high Teacher Responsiveness predicted 
less Time 2 School Misbehavior in secondary school only. Table 5 also shows that 
males consistently reported engaging in more frequent School Misbehavior than females 
did. However there was no significant influence of Parental Authoritativeness and 
Authoritarianism, or Teacher Control on Time 2 School Misbehavior. Predictably, Time 
1 School Misbehavior strongly predicted Time 2 School Misbehavior. 
Table 5 Regression of Time 2 School Misbehavior on Time 1 Variables across Grade. 
Grade Predictors St. Beta t Sig. 
Primary T1 SMB .34 9.84 .00 
Sex .14 4.17 .00 
PAE .03 .81 .42 
PAN -.05 -1.40 .16 
TR .07 1.85 .07 
TC m M 
Secondary T1 SMB M i m M 
“ Sex .12 3.62 .00 
PAE .03 .87 .39 
PAN -.04 -1.31 .26 
TR .16 4.87 .00 
TC m ^ ^ 
Remarks: T1 - Time 1; PAE - Parental Authoritativeness; PAN - Parental Authoritarianism; TR -
Teacher Responsiveness; TC - Teacher Control; SMB - School Misbehavior. 
A hierarchical regression predicting Time 2 Academic Self-Concept was 
performed using the same approach as used for Time 2 School Misbehavior, except that 
Time 1 Academic Self-Concept was entered in the first step instead of Time 1 School 
Misbehavior. Grade, Sex, and Time 1 Academic Self-Concept significantly predicted 
37% of the variance of Time 2 Academic Self-Concept (Eg.1474尸287.42’ p<.001). 
Controlling for these effects of variables in the first block, Time 1 parenting and 
teaching styles contributed a unique 1% variance increment (AF(4j47^=5.28, £<.001). 
However, all Time 1 interaction terms did not predict Time 2 Academic Self-Concept 
(AF(8j4^=1.12,n>.05). 
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Table 6 indicates that, as in the Time 1 Analysis, primary school students 
showed higher T2 Academic Self-Concept than did secondary school students. In 
contrast, there was no effect of Sex in the Across Time Analysis. Furthermore, 
regarding parenting and teaching styles, only high Teacher Responsiveness and Control 
predicted higher Time 2 Academic Self-Concept. Both Parental Authoritativeness and 
Authoritarianism did not exert an influence on Time 2 Academic Self-Concept. Finally, 
Time 1 Academic Self-Concept had the strongest effect on Time 2 Academic Self-
Concept. 
Table 6 Regression of Time 2 Academic Self-Concept on Time 1 Variables. 
Predictors St. Beta t ^ 
T1 ASC .53 23.27 .00 
Grade .12 5.23 .00 
Sex -.03 -1.55 .12 
PAE -.02 -.92 .36 
PAN -.00 -.17 .86 
TR .10 4.39 .00 
TC ^ m 
‘ Remarks: T1 - Time 1 ； PAE - Parental Authoritativeness; PAN - Parental Authoritarianism; TR -
Teacher Responsiveness; TC - Teacher Control; ASC - Academic Self-Concept. 
‘ Indirect Effect Analysis 
After controlling for Time 1 School Misbehavior and Academic Self-Concept, 
only Teacher Responsiveness had direct effects on Time 2 School Misbehavior and 
Academic Self-Concept, and Teacher Control had a direct effect on Academic Self-
Concept. Since there were direct effects of Parental Authoritativeness, Parental 
Authoritarianism, and Teacher Control on Time 1 School Misbehavior, and direct 
effects of Parental Authoritativeness on Time 1 Academic Self-Concept, as shown in 
the Time 1 Analysis, there might be indirect effects of the described styles on Time 2 
School Misbehavior or Academic Self-Concept through Timel School Misbehavior or 
Academic Self-Concept, respectively. Therefore, regressions of Time 2 School 
Misbehavior and Academic Self-Concept on the four styles (without Time 1 School 
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Misbehavior and Academic Self-Concept) controlling for Grade and Sex were 
performed to test for the indirect effects. 
Results showed that parenting and teaching styles contributed a significant 3% 
increment of variance accounted to Time 2 School Misbehavior (AF(4j£^=14.31, 
2<.001) after controlling for Grade and Sex, resulting in a total of 18.3% variance of 
Time 2 School Misbehavior being explained (Z(6,1479尸55.28，£<.001). Although varied 
across grades, all the styles were found significantly to predict Time 2 School 
Misbehavior, except that Parental Authoritarianism had no effect in both grades. 
Parental Authoritativeness (t=2.06, ^<.05) and Teacher Responsiveness (t=5.85, ^<.001) 
predicted Time 2 School Misbehavior in secondary school only; while Teacher Control 
(t=2.79,2<.01) predicted Time 2 School Misbehavior in primary school only. 
Regarding Time 2 Academic Self-Concept, with a significant 5% variance 
increment from the four styles (AF(4.1479^=21.04, p<.001) after controlling for Grade and 
Sex, totally 14.8% of variance of Time 2 Academic Self-Concept was explained 
(£(4.1479尸42.79，p<.001). Across grades, only teaching styles (t=7.44 & 4.09 for Teacher 
Responsiveness and Teacher Control respectively, £s<.001) significantly predicted 
Time 2 Academic Self-Concept, while parenting styles did not. 
Since the effects of Parental Authoritativeness (in secondary school) and 
Teacher Control (in primary school) on Time 2 School Misbehavior disappeared after 
controlling for Time 1 School Misbehavior, these effects were totally mediated by Time 
1 School Misbehavior. Therefore, Parental Authoritativeness and Teacher Control only 
exerted indirect effects on Time 2 School Misbehavior in secondary and primary school, 
respectively. In contrast, since Parental Authoritarianism did not predict Time 2 School 
Misbehavior in the absence of Time 1 School Misbehavior, and Parental 
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Authoritativeness did not predict Time 2 Academic Self-Concept in the absence of Time 
1 Academic Self-Concept, Parental Authoritarianism and Parental Authoritativeness did 
not exert any influence on Time 2 School Misbehavior and Academic Self-Concept, 
respectively. On the other hand, Teacher Responsibility exerted both direct and indirect 
effects on Time 2 School Misbehavior (in secondary school only) and Academic Self-
Concept; Teacher Control exerted both direct and indirect effects on Time 2 Academic 
Self-Concept only. The direct and indirect effects of the four styles on Time 2 School 
Misbehavior and Academic Self-Concept are illustrated in Figure la, Figure lb, and 
Figure 2 respectively. For detailed procedure in testing direct and indirect effects, please 
refer to Baron and Kenny (1989). 
Figure la. Direct and Indirect Effects of Parenting and Teaching Styles on T2 School 
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Authoritarianism • / 
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Figure lb. Direct and Indirect Effects of Parenting and Teaching Styles on T2 School 
Misbehavior in Secondary Schools 
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As a conclusion, the hypotheses that Parental Authoritativeness and Teacher 
Responsiveness predict less School Misbehavior were supported only in secondary 
school. The hypothesis that Teacher Control predicts more School Misbehavior was 
supported in opposite direction in primary school only. The hypotheses that Teacher 
Responsiveness and Teacher Control predict higher and lower Academic Self-Concept, 
respectively, were supported, though the direction of the latter one was reversed. 
However, the both hypotheses that Parental Authoritativeness predicts Academic Self-
Concept, and Parental Authoritarianism predicts School Misbehavior and Academic 
Self-Concept were not supported. Furthermore, the hypothesis that there is interaction 
effect between parenting styles and teaching styles on both school adjustments was not 
supported. 
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Chapter 4: Discussion 
In the current longitudinal study, influences of parenting styles (Parental 
Authoritativeness and Authoritarianism) and teaching styles (Teacher Responsiveness 
and Control) on School Misbehavior and Academic Self-Concept were investigated. 
Results showed that except for an indirect effect of Parental Authoritativeness through 
Time 1 School Misbehavior on Time 2 School Misbehavior in secondary students, 
neither parenting style showed any effect on either School Misbehavior and Academic 
Self-Concept. On the other hand, high Teacher Responsiveness and Teacher Control 
predicted fewer School Misbehavior in secondary and primary schools respectively. In 
addition, both teaching styles predicted higher Academic Self-Concept. Furthermore, 
results revealed significant age differences in School Misbehavior and Academic Self-
Concept. However, a sex difference was observed in School Misbehavior only, while no 
‘ sex difference was significant in Academic Self-Concept. These results are discussed in 
the following. 
Consistent with previous studies, males reported significantly more School 
Misbehavior than females, further confirming that males are more prone to externalizing 
behaviors. Secondary students also reported significantly more School Misbehavior than 
primary students, agreeing with Liu et al.'s (2001) study. Dishion, McCord, and Poulin 
(1999) suggest that students with deviant peers are more likely to engage in deviant 
behaviors, even when there are other non-deviant peers. This tendency increases with 
the time they spend together with the peers. Therefore, it may be true that secondary 
students spending more time with classmates result in an increased frequency in acting 
out misbehavior. Also, Bradley and Wildman (2002) found that frequency of sensation 
seeking behaviors positively correlated with age, and sensation seeking behaviors 
predicted higher frequency of reckless behaviors (Rolison & Scherman，2002). 
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Therefore, secondary students may engage in more School Misbehavior than primary 
students due to their increased sensation seeking. 
Consistent with previous studies, grade ten students reported lower Academic 
Self-Concept than grade five students. However, there was no significant sex difference 
on Academic Self-Concept, contradicting results of Leung's (2001) study. As 
emphasized by Leung, the observed sex difference in her study may have been due to 
response bias rather than true difference, because self-perception is a subjective 
indicator. Therefore, it may be true that there is no such sex difference in perceived 
Academic Self-Concept. However, given that self-perception was also used in the 
current study, further studies are required to solve these inconsistent findings. 
Results showed that the influences on School Misbehavior varied across primary 
school and secondary school, while the influences on Academic Self-Concept were 
consistent in primary school and secondary school. In primary school, only Teacher 
Control exerted an indirect effect on Time 2 School Misbehavior through affecting 
Time 1 School Misbehavior. In secondary school, in addition to the indirect effect of 
Parental Authoritativeness through Time 1 School Misbehavior, Teacher 
Responsiveness exerted both a direct effect and an indirect effect, through Time 1 
School Misbehavior, on Time 2 School Misbehavior. Therefore, only parts of the 
proposed hypotheses on parenting styles and teaching styles were supported. High 
Parental Authoritativeness and Teacher Responsiveness only predicted less School 
Misbehavior in secondary school. In contrast, high Teacher Control predicted less 
School Misbehavior in primary school. However, in this case, the direction of influence 
was opposite to the proposed one. Furthermore, Parental Authoritarianism was found to 
have no effect on School Misbehavior. 
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Interestingly, the influences of Teacher Responsiveness and Control were 
different in primary school and secondary school. High Parental Authoritativeness and 
Teacher Responsiveness, which emphasize communication with children, respect for 
children, and autonomy in children, predicted better behavioral adjustment in secondary 
school. In contrast, Teacher Control, which emphasizes rule obedience and respect for 
authority, predicted better behavioral adjustment in primary school. This might be 
explained by Kohlberg's (1976) six stages of moral development. In primary school, 
children only develop to the “Good-Boy-Good-Girl” stage (Stage 3)，or even the 
"Instrumental purpose orientation" stage (Stage 2), in which they behave according to 
what authorities, such as teachers, tell them to do, because they want to build positive 
interpersonal relationships, or they are fear being punished for wrong behavior, 
respectively, in the two stages. They have not internalized a notion of what is right or 
wrong. Therefore, Teacher Control, which provides rules, is important to students in 
primary school. On the other hand, children at grade ten are likely developing into the 
"Social-order-maintaining orientation" stage (Stage 4) of moral understanding. They are 
less likely to conform to preset rules or simply to listen to what the authority commands. 
Instead, they will consider more aspects, for example what other people in the society 
feel and think, regarding what is right or wrong. Therefore, it is important to encourage 
discussion and communication with them to facilitate their moral development. Parental 
Authoritativeness and Teacher Responsiveness that stress communication is, thus, 
essential. 
Both Teacher Responsiveness and Teacher Control exerted direct and indirect 
effects, through Time 1 Academic Self-Concept, on Time 2 Academic Self-Concept, 
although the direction of influence of Teacher Control was opposite to that hypothesized. 
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In contrast, neither Parental Authoritativeness nor Parental Authoritarianism had an 
effect on Academic Self-Concept. 
Surprisingly, no interaction effect was found between parenting styles and 
teaching styles. In other words, it may not be necessary to have both "congruent good 
styles" for having most adjusted students in school achievements as proposed by 
Paulson et al. (1998). Conversely, "congruent bad styles" do not always produce 
maladjusted students. Also, neither an ameliorative influence (Hughes et al., 1999) nor a 
protective-stabilizing function (Brody et al., 2002) was observed. Two possibilities may 
explain this inconsistent finding. First, in Paulson et al's (1998) study, cluster analysis 
was performed to create four groups, one congruent good styles group, one congruent 
bad styles group, and two incongruent styles groups. Conclusions were drawn based on 
the differences of school adjustments between these groups. However, there is an 
• inevitable problem in cluster analysis; that is the clusters (or groups) do not occur 
naturally, but instead are manipulated. Therefore, any observed difference between the 
clusters may not be generalized to the overall population, and thus the sample in the 
current study, but only the investigated sample. Second, in both Hughes et al (1999) and 
Brody et al.'s (2002) studies, the sampled students were all at risk children, who either 
were highly aggressive or who had other behavioral problems. Therefore, it may be that 
the compensatory effect occurs only in at risk students, but not typical students, such as 
the students participating in the current study. Both possibilities require further research 
to test. Particularly, I suggest further studies that include both at risk and typically 
developing children. They could then be compared in the pattern of interaction effect 
between parents and teachers on their school adjustments. 
In the current study, Teacher Control was significantly positively related to 
school adjustment. This finding was the reverse of what was originally hypothesized, 
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that Teacher Control would be significantly negatively associated with school 
adjustment. This result may be explained by the items included in measuring the 
construct. In measuring Parental Authoritarianism, "positive" control and "negative" 
control were distinguished, and only "negative" control was incorporated into the 
measurement. However, in the scale developed by Paulson et al. (1994), these two 
controls were not distinguished. In fact, except for the item "Teacher gives me lots of 
pressure", the items measuring Teacher Control were relatively neutral. They are more 
likely to reflect the objective to maintain coordination and order in the classroom, or to 
target helping students to strive for their best. Some items, such as "Teacher expects too 
much of me", may actually reflect "positive control", and, thus, result in the observed 
positive association between Teacher Control and school adjustment. Therefore, it is 
suggested to distinguish these two types of control, and use explicitly "negative" control 
to investigate the extent to which Teacher Control has negative influence on students' 
school adjustments in future studies. 
Given the positive effects of both Teacher Responsiveness and Teacher Control, 
one should consider the extent to which teachers would have positive influences 
regardless of the teaching styles they used. However, many research studies covering 
different aspects of teaching styles are required before drawing such a conclusion. In the 
current literature, other than Teacher Responsiveness and Control examined in the 
present study, only maturity demands, democratic communication, and negative 
feedback in Wentzel's (2002) study have been investigated. More dimensions of 
teaching styles should be explored in order to confirm the nature of teacher effects. For 
example, in a magazine called "Educational Leadership", Theo Wubbels, Jack Levy, 
and Mieke Brekelmans (1997) classified eight teachers' styles, basing on two 
dimensions, with each dimensions having two poles: 1) Dominance - Submission; 2) 
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Cooperation -- Opposition. The names of the eight styles were created such that the first 
two characters in each style represent "distance" of that style from the nearest two poles 
of the two dimensions. For example, "DO strict" reflects someone who is high in 
Dominance and moderately high in Opposition. The eight styles are called: a) DC 
leadership; b) CD helping/friendly; c) CS understanding; d) SC student 
responsibility/freedom; e) SO uncertain; f) OS dissatisfied; g) OD admonishing; and h) 
DO strict. These classifications are good because not only do they extend the 
dimensions on reflecting teaching styles, they provide categories of teaching styles, 
which describe a number of behaviors to illustrate each style in a very comprehensive 
way. Similar to categorization of parenting styles rather than breakdown by dimensions, 
categorization may provide a broader and more informative view in understanding 
teaching styles. However, they are not empirically tested, and thus require further 
investigation. 
In addition to exploring more dimensions in conceptualizing teaching styles, it is 
also important to investigate whether perceived teachers' behaviors change across 
students in the same class (Eccles et al., 1993). Teachers' differential behavior does 
exist (Babad, 1993), and this behavior leads to significant influence on students (e.g. 
Howes, Hamilton, & Matheson, 1994). Most importantly, the perception of differential 
behavior affects a variety of students' experiences and adjustments in both schools and 
families (Eccles et al., 1993). Therefore, it is important to investigate how students 
perceive the same teachers differently, and the effects of such perception. Besides 
teachers, parents also engage in differential behaviors towards siblings in a number of 
research studies (e.g. Dunn, Plomin, & Nettles, 1985; Dunn, Plomin, & Daniels, 1986; 
Dunn & Plomin, 1986). This can lead to different problem behaviors, such as antisocial 
behaviors (Dunn & McGuire, 1993). However, as reviewed by Scarr and Dealer-
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Deckard (1997)，both the pattern of parents' differential behaviors and the influences of 
such behaviors vary across different ages of their children. Therefore, more 
developmental investigations are essential to further understand the influences of 
teachers and parents on students' school adjustments. 
Furthermore, teachers were also found to have influences on students from a 
higher level (Chang, 2003). In his study, Chang (2003) has used a complicated while 
powerful analytical tool, HLM (Bryk & Raudenbush，1992), and found that even two 
teachers having the same characteristics, these characteristics mean differently to their 
students, depending on the social contexts of the classrooms, and, thus, leading to 
different outcomes of their students. Therefore, Chang suggests that the relative position, 
rather than absolute position, of the concerning behavior carries the intended social 
meaning. This meaning is only meaningful within the social context, classroom, where 
‘ it is normatively derived. In view of this, it is suggested to include teachers' self-report 
of characteristics, and investigate whether their behaviors affect their students 
differently both within and across classrooms. 
Overall, the results suggest two ideas about Hong Kong students' school 
adjustments: 1) Teacher influence is stronger than parental influence; 2) Models of 
parent socialization are generalizable to school context (Wentzel, 2002). These ideas are 
discussed in the following. 
First, regarding School Misbehavior, teachers exerted influences in both grades, 
while parents only exerted influences in secondary school. In addition, the parental 
influence was weaker than the teacher influence even in secondary school. Moreover, 
parents did not have any effect on Academic Self-Concept, which was shown to be 
predicted by both teaching styles. This might be due to a context effect (Wentzel, 2002). 
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Context effects (teachers) most proximal to the outcomes of interest (school adjustments) 
have a stronger and more reliable influence on those outcomes than do more distal 
effects (parents), t h i s effect may be even more strengthened in Hong Kong. Due to 
economic needs, most parents are required to work, resulting in lack of contact with 
their children. Therefore, their influences on children decrease. In contrast, children 
spend most of their daytime in school with their teachers. Also, much knowledge is 
taught by teachers, resulting in increased influences of teachers. Therefore, it is 
suggested that teachers exert stronger influences on students than parents do. 
In view of the importance of teachers, it is suggested to include a training course 
on effective teaching, including Teacher Responsiveness and Control, in addition to 
more traditional skills of transferring of knowledge to students and training students to 
be examination-oriented in teacher-training programs. In Hong Kong, there are 
‘ increasing numbers of childcare centers promoting parenting programs. These programs 
aim at teaching parents what and how should they engage in effective parenting so as to 
increase the relationship between their children and themselves. The ideas come from 
research revealing the positive influences of effective parenting, like authoritative 
parenting. Therefore, given the results of the current study, it may also be useful to 
promote teacher training programs on how to be an effective teacher. It is particularly 
important to understand that different skills are required in teaching students of different 
ages. It is shown in the current study that communication and responsiveness are 
important in improving secondary students' school adjustments. Thus, teachers may 
need to understand a bi-directional communication is better than a unidirectional 
guidance. Therefore, teachers in secondary schools are suggested to improve their 
sensitivity to their students' needs, and their skill in discussing with them their problems, 
rather than guiding them how to solve their problems. On the other hand, teachers in 
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primary school are recommended to maintain order and organization of the classroom, 
so that students with lower levels of moral development have clear rules to follow. 
Second, regardless of grade level and outcomes, high Teacher Responsiveness or 
Teacher Control predicted better school adjustments. Therefore, conceptualizations of 
teaching styles based on parenting styles (Paulson et al., 1994; 1998) are useful. 
Specifically, Teacher Responsiveness is similar to Parental Authoritativeness. Both 
reflect how much teachers and parents respect and express concern about students' 
needs and rights; Teacher Control is similar to Parental Authoritarianism, because both 
involve "positive" and "negative" control as discussed before. While the former orient 
to provide a better future for the students by promoting order, the latter focus on how 
teachers and parents restrict and make demands on their students without considering 
their autonomy. This further supports Wentzel's (2002) results that models of parent 
‘ socialization are generalizable to school context. On the other hand, it may be expected 
that being high in both Teacher Responsiveness and Teacher Control would be the most 
effective teaching style, just as parental warm and control together constitute 
authoritative parenting (Baumrind, 1967, 1968; Maccoby & Martin, 1983)，the most 
effective parenting style. However, further investigations are needed to confirm whether 
a combination of Teacher Responsiveness and Control yields the most effective 
teaching style. 
There were three limitations in the current study. First, only students' self-
reports were used. Although students' self-reports are regarded as the best index when 
the outcomes measured are students' performances (Chao, 2001; Wilkerson et a l , 2000), 
a multi-informant design involving parents and teachers may be more informative 
(Brody et al., 2002), especially when the outcomes measured are variables that may be 
affected by social desirability, the desire to appear in a socially acceptable way, e.g. 
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misbehavior. Therefore, I suggest that future studies should involve teachers' and 
parents' ratings in measuring student misbehavior for have more accurate measurement. 
Second, Academic Self-Concept, instead of academic results, was measured. 
Although it was found that Academic Self-Concept is correlated positively with 
academic results (e.g. Leung & Lau, 1989)，academic results are still the most direct 
measurement of academic performance. Also, self-perception is subject to response bias 
(Leung, 2001). Therefore, providing objective indicators, such as school academic 
records including grades in different subjects, may prevent this bias. 
Third, only misbehavior was measured to represent behavioral adjustment in 
school. It would be more informative and accurate if prosocial behaviors were measured 
to represent behavioral adjustment in school (Feldman & Rosenthal, 1991). For example, 
frequencies of helping other classmates and teachers, and reminding others not to break 
the rules may be included to reflect behavioral adjustment. 
Despite these limitations, the present longitudinal study, with a large sample of 
Hong Kong children and adolescents, revealed three important aspects of perceived 
school performance in relation to parents and teachers: First, the current study revealed 
that both children and adolescents' developments are subject to the context effect, that 
teachers are relatively important in affecting their behavioral and academic adjustments 
in school, compared to parents. Second, in addition to showing consistent results in sex 
and age differences on school adjustments with previous studies, it is unique in 
investigating an interaction between parenting styles and teaching styles on students' 
school adjustments in Hong Kong. Third, although the interaction effect was not 
observed, it contributed to the understanding of interaction between Grade level and 
styles. 
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Appendix A: Parenting Style 
--Dombusch et al. (1987) 
a) Authoritarianism 
1) Parents tell the youth not to argue with adults 
媽媽告訴我不要與大人爭論。 
2) Children will know better when grown up 
媽媽認爲我長大後會知道更多。 
3) Parents are correct and should not be questioned 
媽媽認爲她是沒有錯的，是不用置疑的。 
4) As a response to poor grades, parents get upset 
若我取得不好的成績，媽媽會不開心。 
5) As a response to poor grades, parents reduce the youth's allowance 
若我取得不好的成績，媽媽會扣我的零用錢。 
6) As a response to poor grades, parents "ground" the youth 
若我取得不好的成績，媽媽會逼我留在家中，不許外出玩樂。 
7) As a response to good grades, parents tell the youth to do even better 
若我取得好成績，媽媽會要求我做得更好。 
8) As a response to good grades, parents note that other grades should be as good 
. 若我取得好成績，媽媽會提醒我在其他科目也要做得一樣好。 
b) Authoritativeness 
1) Parents tell the youth to look at both sides of issues 
‘ 媽媽告訴我看一件事是要從正、反兩方面去看的。 
2) Parents admit that the youth sometimes knows more 
媽媽承認有時我比她知道更多。 
3) Parents emphasize that everyone should help with decisions in the family 
媽媽強調所有家庭成員都應協助作出決定。 
4) As a response to good grades, parents praise the student 
若我取得好成績，媽媽會稱讚我。 
5) As a response to poor grades, parents encourage the students to try harder 
若我取得不好的成績，媽媽會鼓勵我努力些。 
6) As a response to poor grades, parents offer to help 
若我取得不好的成績，媽媽會幫助我。 
7) As a response to good grades, parents give more freedom to make decisions 
(deleted) 
若我取得好成績，媽媽會給我更多作出決定的自由。（deleted) 
8) As a response to poor grades, parents take away freedom 
若我取得不好的成績，媽媽拒會絕給與自由。 
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Appendix B: Teaching Style 
--Paulson et al. (1994) 
a) Responsiveness 
1) Teacher encourages me to talk to him/her. 
老師鼓勵我與他/她傾談。 
2) Teacher takes in interest in my activities. 
老師對我的活動有興趣。 
3) Teacher does not like me as well as other students, ( reversed) . 
老師不喜歡我和其他同學。（reversed) 
4) Teacher makes me think and work at solving problems. 
老師令我思考並解決問題。 
5) Teacher makes me feel good about what I achieve. 
老師令我對自己的成就感滿意。 
6) Teacher thinks I am a good student. 
老師認爲我是個好學生。 
7) Teacher knows how well I am doing. 
老師知道我做得有多好。 
8) Teacher believes I have a right to my own opinion. 
• 老師相信我有擁有自己意見的權利。 
9) Teacher usually tells me the reasons for rules. 
老師經常將守規則背後的原因告訴我。 b) Control 1) Teacher is strict. 
老師是嚴格的。 
2) Teacher gives me lots of freedom, (reversed) 
老師給我很多自由�(reversed) 
3) Teacher disciplines a lot. 
老師非常講求紀律。 
4) Teacher expects too much of me. 
老師對我期望太多。 
5) Teacher plans interesting lessons, (reversed; deleted) 
老師設計的課堂很有趣° (reversed; deleted) 
6) Teacher has few rules to follow, (reversed) 
老師只要求我遵守很少規則。（reversed) 
7) Teacher is demanding. 
老師要求很高。 
8) Teacher gives me lots of pressure. 
老師給我很大壓力。 
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Appendix C: School Deviant Behavior 
--Kaplan & Robbins (1983); Leung & Lau (1989) 
1) Fighting in school. 
在校內跟人打架。 
2) Smoking in school. 
在校內吸煙。 
3) Gambling in school. 
在校內賭博。 . 
4) Destroying public properties in school. 
在校內破壞公物。 
5) Threatening others in school. 
在校內恐嚇或威脅他人。 
6) Stealing others' properties in school. 
在校內偷竊他人物件。 
7) Eating in class. 
上課時偷吃東西。 
8) Talking with others during class lessons. 
上課時跟同學談話。 
. 9) Reading other materials such as comics during class lessons. 
上課時偷看其他讀物（如漫畫）。 
10) Cheating in exams. 
‘ 考試時作弊。 
11) Seeing pornographic books in school. 
在校內觀看色情刊物。 
12) Skipping classes and school. 
走堂或逃學。. 
13) Talking in foul language in school. 
在校內講「粗口」。 
14) Drinking alcoholic beverage in school. 
在校內飮酒。 
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Appendix D: Academic Self-Concept (ASC) 
"Bachman (1970) 
1) I think my academic achievement is quite high, if I can temporarily disregard 
others' evaluation and judgement. 
若暫時不理會別人的評價，我認爲我的學業水平頗高。 
2) I think I am a person who is capable to get into University. 
我認爲我有本領入讀大學。 
3) I feel that I am capable of getting very good academic results in this term. 
我認爲我這學期有能力取得很好的成績。 
4) When compare with peers that I usually hang around with, I am good in terms of 
academic ability. 
在學業能力方面，我比常和我在一起的朋友好。 
5) I belong to the top group in terms of academic ability, when compared with 
other classmates. 
和其他同學比較，我在學業方面屬於最優秀的一群。 
6) My academic ability will be at the top performance group in higher form. 
將來讀更高年級時，我的學業能力會在最佳的一群。 
7) If I can get into University, I will remain a high ranking in class. 
.. 假如能夠入讀大學，我在班中仍可排列在最好的一群中。 
8) If I decide to be a lawyer or doctor, I have the ability to be one. 
. 若我決定要成爲醫生或律師，我是有能力達到的。 
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Appendix E: Letter to Principals 
English Version 
Dear Principal: •• 
The Department of Psychology of The Chinese University of Hong Kong is now 
investigating the influences of parenting and teaching styles on students' academic 
results and behaviors. We sincerely invite students in your school to participate in our 
study. 
The targets of our study are Secondary Four/ Primary Five students, their mothers 
and class teachers. Our study will be carried out in the form of questionnaires. Students 
are asked to fill in two questionnaires, with each not last more than 30 minutes. They 
will be asked to fill in the second questionnaire nine months after they filled in the first 
one. 
All information will be kept confidential and will be used for research purpose 
only. Hopefully our study can provide some insights on how parenting and teaching 
styles affect students' academic results and behaviors. After all, we will be pleased to 
. share the results with you for reference. We sincerely invite and hope you to support our 
study. If you have questions bout our study, please call Mr. Chan at 93337752 or Prof. 
McBride (speak in English) at 26096576. We will phone to you on April, 2002 for 
further discussion about the study. 
Yours Sincerely, 
Prof. Catherine McBride 
Associate Professor 
Department of Psychology 
The Chinese University of Hong Kong 
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Appendix F: Letter to Parents 
English Version 
Dear Parent: •• 
The Department of Psychology of The Chinese University of Hong Kong is now 
investigating the influences of parenting and teaching styles on students' academic 
results and behaviors. We sincerely invite and hope you to participate in our study. 
Our study will be carried out in the form of questionnaires. Your child is invited to 
fill in two questionnaires, with each not last more than 30 minutes. They will be asked 
to fill in the second questionnaire nine months after they filled in the first one. All 
information will be kept confidential and will be used for research purpose only. 
Hopefully our study can provide some insights on how parenting and teaching 
styles affect students' academic results and behaviors. We sincerely invite you to 
participate in our study, please sign the receipt and hand it with questionnaire to the 
teacher through your child. If you have questions bout our study, please call Prof. 
McBride at 26096576 or Mr. Chan at 93337752. 
Yours Sincerely, 
Prof. Catherine McBride 
Associate Professor 
Department of Psychology 
. The Chinese University of Hong Kong 
Receipt 
I (full name) is willing / unwilling * to participate in this study and I 
understand the information of the study will be dept confidential. I also understand that 
my children can stop participating in this research at any time. 
*Please delete the inappropriate choice Signature： 
Date: 
Chinese Version 
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Appendix G: Student Consent Form 
English Version 
Student Consent Form 
I agree to participate in the current research study. I understand that the whole 
process will be carried out by well-trained students from department of Psychology. In 
case there is any concern regarding this study, I can consult the researchers. 
I also understand that I can stop to participate this research study at any time. All 
information will be kept confidential and will be used for research purpose only. My 
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Chinese Version 
學生參與同意書 
本人同意參與是項硏究計劃。本人明白整個過程將由受過訓練的心理系學 
生主持。若有任何關於是次硏究的疑問，本人可向硏究員查詢。 
本人是自願參與是項硏究，亦明白可以隨時終止參與硏究。.硏究結果只作 
統計用途，並會完全保密。個別問卷紀錄不會公開，只會報告整體的結果。 
‘ 姓名： 
• 班別： 
. 年齡： 
性別： 
簽名： 
曰期： 
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